This article focuses on citizenship education supplied by universities as a way to help promote citizen participation. Employing an economic approach to university behavior in a competitive market, theoretical insight is offered into whether universities can supply citizenship education. The findings reveal, on the one hand, that universities have an incentive to educate "good citizens" and that subsidies, including governmental financial support, contribute both to an increase in the number of students and to an improvement in citizenship education programs. It is demonstrated, on the other hand, that universities are unenthusiastic about supplying education for "adequate citizens. " Universities emphasize commercial revenue rather than citizen development, and although governmental financial support might allow more individuals to receive an education, this is unlikely to be spent almost exclusively on citizenship education programs. keywords: citizen participation, citizen development, citizenship education, university education, university competition
The idea of citizen participation-that every individual should participate in the policy process-has been long accepted as a pillar of democracy. Nowadays, lamenting the lack of responsiveness of legislative and executive branches to social needs, many social scientists, especially scholars of political science, public administration, and public policy are emphasizing citizen participation in different ways from traditional views based on representative democracy, and are placing more demands on citizens. The recent stress on citizen participation regards citizens as "active participants in the community as well as in the polity, contributing to the common welfare, to the economy's wealth production and, most significantly, sharing in the rights and responsibilities of the polity" (Ranson and Stewart 1989, 14-15, emphasis added) .
Such expectations toward individuals entail reconsidering what is required of "citizens" in a democracy: the competence of citizens ceases to be taken as a given (Matsuda 2011) . Representative democracy has assumed that not every individual has the knowledge and capacity to judge in the policy process and that the primary role of citizens is to vote in an election; how to get a competent representative has thus been a crucial question for representative democracy. In the citizen participation that is emphasized today, on the other hand, the problem of the competence of individuals is seen as more critical; if individuals with little knowledge or capacity are actively engaged in the policy process (e.g., policy formulation and evaluation), this could have a severe and negative impact on society. The promotion of active citizen participation needs to be accompanied by tackling the problem concerning citizen development: namely, the problem of how to enhance an individual's competence and to help them develop into a "citizen. "
Given that competence is "neither naturally given nor durable once achieved" (Offe 1997, 81) , studies on democracy and public policy are today placing particular emphasis on education that contributes to citizen development-that is, citizenship education. Through citizenship education, individuals are expected to learn democratic values and dispositions on one side, and knowledge and skills on the other (Patrick 2003; Ross 2004; Veugelers 2007) . Democratic values and dispositions are regarded as essential for individuals to play a vital role in democracy. Such a role for individuals, moreover, is more meaningful if they have adequate knowledge and skills to be engaged in the policy process.
As for the goals of citizenship education, different researchers present different views. Many focus on children and youths and regard elementary and secondary education as responsible for citizenship education (Biesta and Lawy 2006; Parker 2001; Ross 2004) . Others emphasize actors who have the right to participate in the policy process, namely, adults; closer attention is then given to citizenship education conducted by NPOs and universities (Matsuoka 2011; Annette and McLaughlin 2005; Matsuda 2013a) .
Turning to what (and how) to learn in citizenship education, recent philosophical research has focused primarily on what citizenship means and has suggested the content of citizenship education (Beiner 1995; Heater 1999; Kodama 2003; Okano 2009; van Steenbergen 1994) . Scholars on educational policy and teaching methodology, on the other hand, have conducted case studies to develop an effective curriculum for citizenship education (Eguchi et al. 2010; Minei 2007; Ninomiya 2007) .
Whereas there is a great deal of expectation toward citizenship education, few studies have, however, thoroughly scrutinized its feasibility. Even if one successfully designs an effective curriculum for citizenship education, it may not necessarily work in practice. The subjects to be examined, in this sense, include not only what to learn in citizenship education itself. Closer attention also needs to be paid to how it works and how various actors behave in the realm of citizenship education (Matsuda 2013b) .
These latter points are scrutinized in this article. The particular focus here is on citizenship education at the university level. Theoretically analyzing university decision-making on whether or not to conduct citizenship education, the following question is explored: Can universities supply citizenship education?
This article proceeds as follows. The next (second) section clarifies why citizenship education in universities deserves analytical attention, and what vital roles universities are expected to undertake in citizenship education. The third section, relying on economic literature, models university behavior in the contemporary competitive market. With the goals of universities derived in the third section, the fourth section offers theoretical insights into the supply of citizenship education in university education, and takes a close look at whether universities would be willing to provide citizenship education. The fifth section concludes by presenting some limitations of the analysis and suggesting some implications for enriching citizenship education in universities.
Universities and Citizenship Education
There is the popular perception, as stated above, that elementary and secondary education should be immediately responsible for citizenship educa-tion; on the other hand, higher education, including university education, is likely to be seen as irrelevant to citizenship education (Englund 2002; Annette and McLaughlin 2005) . 1 Can university education contribute to citizen development? This section illuminates two critical peculiarities of university education that make universities capable of playing vital roles in citizenship education (Matsuda 2013a) , and reveals why citizenship education in universities deserves analytical attention.
First, the targets of a university education differ from those of elementary and secondary education. University students are older and more experienced than those in elementary and secondary schools. Second, university education is characterized by facilitating "non-situated learning," the same as elementary and secondary education. "Non-situated learning" aims only at learning, whereas "situated learning" is defined as learning that takes place in the course of an activity (Lave and Wenger 1991) . These two peculiarities matter in citizen development.
Although citizenship education is widely regarded as acquired by children and youths, this article focuses particularly on the affirmation that citizenship education be targeted also at adults. Adults should be included in the targets for citizenship education since there are some qualities and abilities that are difficult for children and youths to acquire. Philosophical perspectives, for instance, are indispensable in policy debates (Adachi 1994; . There has been a long history of philosophical controversy concerning what a society should be like, and no single clear answer has been found yet. Such perspectives can restrain an individual from absolutizing their view and foster constructive conflict in the policy process.
Technical knowledge and skills are also crucial for an individual to be actively engaged in the policy process. Some point out, for instance, that an individual is likely to give little attention to budget or resources; consequently, citizen participation tends to result in abstract discussions, giving more discretionary power to government agencies (Sato et al. 2005) . What is implied here is that knowledge on how to finance policies is of critical significance to policy deliberation. If an individual without technical knowledge and skills plays an active role in the policy process, the policy instrument adopted might have a negative impact on society. Not all of these qualities and abilities are expected to be successfully acquired when an individual is young. There are some that can be effectively learned by an individual who is participating or will soon participate in the policy process. In addition to elementary and secondary education, education that is targeted at adults-actors in citizen participation-significantly contributes to citizen development (Matsuoka 2011; Matsuda 2009 ).
Universities are not the only places, however, where adult learners could acquire qualities and abilities useful for citizen participation. Adult learning is considered to be facilitated via citizen participation itself; it is in activities dealing with social problems, as many have affirmed, that an individual is likely to acquire such qualities and abilities. One of these activities is participation in NPOs (Matsuoka 2011) .
Learning through citizen participation, which is characterized by situated learning, can lead to an alteration of consciousness and the acquisition of practical wisdom (Schön 1983; Tanaka 2011; Miwa 2009 ). Participating in the policy process helps an individual understand what role they have to play in a democracy; such understanding is essential to democratic values and dispositions. Citizen participation also encourages an individual to build practical knowledge, which contributes to their tackling a particular social problem.
Citizen development, however, needs more than just this kind of learning. University education can make an indispensable contribution to citizen development through an education that facilitates non-situated learning. For clarification, let us turn to the distinction between learning and education.
Learning is denoted by a behavioral change through experience; one may say that learning has occurred if a long-term change is identified before and after some experience. It should be noted that this change is not necessarily "progress" and, hence, that learning is seen as self-centered (Aso and Hori 1997) . Given the "self-directedness" of adults in learning activities (Knowles 1980) , adult learning is more likely to fall into self-satisfaction.
It follows that if learning only through self-directedness, an individual has much difficulty being an active player in a democracy. Attention needs to be given to systematic education on the basis of ideas of democracy and citizen participation, which facilitates non-situated learning: namely, education for citizen participation (Matsuda 2013a) .
Educational activities that support non-situated learning for citizen participation have been conducted, for instance, by NPOs. Some NPOs provide their staff members with learning opportunities-e.g., conducting workshops and allowing the members to go for training-whereas others hold lectures relevant to citizen participation (Tanaka 2004; Tsuchiyama and Ohyano 2008; Tsuji 2004 ). This article, on the other hand, puts more emphasis on the expected contribution of universities to citizen development, which NPOs are unlikely to make.
First, universities have been considered to embody "universalism" (Barnett 2005; Koike and Sato 2004) : universities should be neither partial (they should inquire into the truth and create new knowledge) nor local (they should have society-wide missions). 2 The aforementioned philosophical perspectives and technical knowledge and skills are critical in any context of citizen participation, and not specific to a certain situation or case. What such universal perspectives, knowledge, and skills should be like has long been explored in universities and can be effectively learned there. Second, those perspectives, knowledge, and skills are difficult to acquire through short-time and one-shot learning. Universities could contribute to citizen development by providing systematic and continuing educational programs on philosophy, public policy, and so on.
Universities and a Model of University Behavior economic studies on universities
The preceding section illuminates the expected contribution by universities to citizenship education. One question arises here: are such expectations realistic? This is regarding the feasibility of university education for citizen development. As the first section states, however, citizenship education has not been thoroughly scrutinized in terms of its feasibility. This article thus is intended as a theoretical inquiry into the feasibility of university education for citizen development.
This task requires particular attention to the decision-making of-and interactions among-actors relevant to university education for citizen development. Citizenship education programs in universities, the same as regular programs of university education, are not compulsory. This means that an individual can choose to receive an education and also that a university is to some extent free to design its educational programs. How university education for citizen development would work thus depends on individuals' and universities' decisions, namely on the demand and supply of education.
This article employs economic perspectives on university education to examine various actors' decision-making processes and interactions in uni-versity education for citizen development. University education has recently been attracting more attention in the field of economics (e.g., Clotfelter et al. 1991; Clotfelter and Rothschild 1993a) . Economists analyze university education through applying models of other industries to it and deal mainly with two basic questions (Clotfelter and Rothschild 1993b, 3) . First, what mix of products does the university education industry produce, and at what cost? This question focuses on the supply side of university education. Emphasizing the market contexts of universities and the competitive nature of university education, analyses are conducted regarding universities' competition for faculty, students, research grants, contributions, and government subsidies; relatedly, attention is paid to university decisionmaking, for instance on positioning in the marketplace, prices (e.g., tuition and fees) and production levels (the number of students to admit), and the timing of entering new markets (e.g., offering new programs and establishing new schools; Rothschild and White 1993, 11) .
The second question is related primarily to the demand side. Focusing on who pays for the products produced by universities and who benefits from them, economic explanations are offered on individual behavior, such as receiving and giving education to someone (e.g., a child). Some regard university education as an investment (Becker 1964; Spence 1973) whereas others see it as consumption (Oshio 2002) .
Both of these two points are also essential to explore how university education for citizen development would work. This article particularly looks into the supply side; in this sense, the analysis here is designed to serve as a small, but crucial, step toward understanding the mechanisms of university education for citizen development. 3
goals of universities
The remainder of this section models university behavior in a competitive market. Specifically, the goals of universities are clarified through relying on the economic literature on university education. 4 One can find analyses that emphasize university preferences on incoming students. Avery and Levin (2010) , for instance, describe universities that prefer students with a high ability and those who are eager to attend;
to accomplish this objective, each university strategically makes a decision on admission. There are also other studies focusing on university activities other than the selection of students, such as teaching and research activities. Universities aim, Del Rey (2001) avers, at maximizing the increase in total productivity of their students and total utility derived from research (see also Borooah 1994) . 5 In still other studies, moreover, goals of universities are illuminated in another way. Stressing that few universities are for-profit firms, Winston (1999) insists that the classical goal of profit maximization is not applicable to universities.
Such diversity in university goals is regarded as being derived from one characteristic of university education: customer-input technology (Rothschild and White 1995). For universities, students are inputs as well as customers. Students as customers pay tuition fees to contribute to the increase in a university's profits; 6 students are, at the same time, a crucial input to university education in that they significantly influence the quality of education.
The customer-input technology in university education makes the selection of students critical for universities to operate. Universities need to attract enough students for the revenues to cover their running costs. Therefore it is imperative that universities create and increase the demand for their educational programs. Thus, a key question to ask is what educational programs to offer. If universities provide educational programs that produce quality graduates, for instance, they are likely to receive more applications.
However, universities must think about the quality, and not only the number, of incoming students. Whether an educational program can produce quality graduates depends significantly on the quality of students. Whereas universities have to compete for good students, one effective strategy for winning the competition is to subsidize good students (Winston 1999), using for example scholarships and fellowships. 7 How could this strategy work? 5. As to the relationship between university utility and teaching and research activities, James and Neuberger (1981) present a different view. In their model, teaching is described as a profitable but low-utility activity, which subsidizes unprofitable but high-utility activities such as research.
6. In many European countries, where governments bear the costs of university education, universities get government funds as a result of the enrollment of a student; in this sense, students are customers of university education in those countries (Del Rey 2001).
7. Another strategy is early admission, which helps universities get good students at earlier stages (Avery et al. 2004; Avery and Levin 2010). Utilizing the classification by Hansmann (1981) of revenue sources of nonprofit organizations, Winston (1999) defines universities as "donativecommercial nonprofits. " Donative-commercial nonprofits are organizations that have two sources of revenue: charitable donations and sales proceeds. Charitable donations are "broadly defined as legislative appropriations, current gifts, and asset earnings from the accumulated past donations embedded in endowment and physical plant"; sales proceeds, on the other hand, take "the form of net tuition receipts" (Winston 1999, 16) .
Although the subsidy strategy entails a decrease in commercial revenues (namely, tuition receipts), it could work for the following reason. Good students can enhance their abilities through university education and will play a vital role in society after they graduate. Their success in society will then raise the prestige of the university. Its heightened prestige, consequently, will allow the university to get more donations, which compensates for the decline in tuition receipts.
Higher ability applicants stress the prestige of a university for at least two reasons. First, individuals with high ability pay careful attention to the educational outcome of each university; they prefer more prestigious universities because the prestige signals that the universities have produced-and will continue to produce-high quality graduates. Second, given that universities with high prestige have more revenues derived from a large amount of donations, they are expected to employ quality faculty members and to improve their facilities in order to arrange much better educational programs.
When high ability individuals choose among universities with high prestige, subsidies can be an important factor for their choice. Every university thus has an incentive to adopt a subsidy strategy to attract many good students, even if this strategy reduces tuition receipts.
What is suggested here is that a university can be modeled as a "prestige maximizing" entity if they have a single-valued objective function (Winston 1999; James 1990) . Any activity aimed at getting good students, producing quality graduates, and arranging better educational programs serves as a means to enhance university prestige. This article thus emphasizes the maximization of prestige as the primary goal of a university.
Universities and the Supply of Citizenship Education university education and ideas about "citizens"
Applying the model of university behavior presented in the preceding section to university decision-making on whether or not to supply citizenship education, this section theoretically scrutinizes the feasibility of citizenship education at the university level. The analysis begins with looking into the following question: what is required of citizens in citizen participation? Dealing with this question is critical since different ideas call for different citizenship education programs. Numerous attempts have been made to solve this question and various answers have been presented. The focus here is placed on just two ideas about what constitutes a citizen, which differ in the capacity and knowledge a citizen should have (Matsuda 2011) .
The first idea is that of the "good citizen," and makes strong demands on citizens: they should be highly concerned about public affairs, wellinformed about issues and political actors, skillful enough to pursue their interests, and motivated by a desire to foster the general welfare (Dahl 1992, 46; Nie et al. 1996, 15) . 8 This concept of a citizen is rooted partly in "citoyens actifs (active citizens)" during the French Revolution (Matsuda 2009) . Given that citizen participation necessitates sophistication, theorists such as Emmanuel-Joseph Sieyès (Sieyès 1985a; 1985b , quoted in Sakagami 1992 and Jean-Denis Janjuinais (from his presentation about the draft constitution on April 29, 1793, quoted in Sugawara 2001) averred that the right of political participation be granted only to citoyens actifssophisticated individuals who have sufficient knowledge to exercise their rights and can exercise reason (usage de la raison).
In the other idea about what constitutes a citizen, not every individual is required to have such expertise and intellect. Instead, emphasis is placed on the "ordinary knowledge" or "local knowledge" of individuals. Knowledge of this kind differs from expertise created through academic and professional research activities; it consists of what one experiences and feels in their daily lives. In many cases where citizen participation has been promoted, individuals are expected to provide their ordinary knowledge in the policy process (Akiyoshi 2003; Bryant 2002) . This idea can be referred to as the idea of the "adequate citizen" (Dahl 1992) .
Some might see the idea of the good citizen as too demanding; in this sense, the idea of the adequate citizen would be more reasonable. If individuals who lack the technical knowledge or capacity are to be allowed to participate in the policy process, however, their activities need to be supported and facilitated by some actors so that the negative impact of such 8. Dahl (1992) calls this view of the good citizen the classical one. He also mentions the modern view of the good citizen, which regards citizens as moved by their self-interest. If the latter view is taken, he argues, the problem of citizen competence is reduced to that of knowledge alone. citizen participation could be mitigated. This supporting and facilitating role cannot be successfully undertaken by actors who have little technical knowledge and capacity; good citizens are expected to play this role. Therefore, even when the idea of the adequate citizen is taken up, the idea of the good citizen is still seen as crucial to citizen participation (Matsuda 2013a).
When citizenship education aims at developing individuals into good citizens, universities are expected to contribute to citizen development by conducting professional education. Recently, in various countries, including the United States and Japan, many universities offer professional graduate and undergraduate programs on public affairs (Tsuchiyama and Ohyano 2008) . These programs are capable of helping individuals acquire scientific knowledge and skills regarding policy analysis, design, and evaluation, and technical knowledge on laws and management that are indispensable to policy implementation. 9 Turning to citizenship education on the basis of the idea of the adequate citizen, universities are expected to provide basic knowledge on the policy process and political institutions (Roberts and Eksterowics 1996) and philosophical perspectives and knowledge (Nussbaum 1997; Annette and McLaughlin 2005) . Such perspectives and knowledge are indispensable for any individual to participate in the policy process. In this sense, it is preferable that university education of this kind be acquired by as many individuals as possible. Specifically, it should be offered not only to full-time students; opportunities for this education need to be opened to various individuals, for instance, through university extension programs. 10 university education for good citizens Given the ideas about citizens presented above and assuming universities are entities that maximize prestige, the remainder of this section theoretically examines the following question. Do universities have an incentive to contribute to citizenship education? 9. In addition, basic knowledge on social sciences, philosophy, and logic need to be taught in the educational programs based on the idea of the good citizen. This is because technical knowledge will be of no use or dangerous to democracy unless it is grounded in such basic knowledge (Adachi 2005) .
10. There are two types of university extension programs: an extension of university teaching, and functional extension (Shannon and Schoenfeld 1965) . The former opens opportunities of formal university education to part-time students; in the latter type, educational programs distinct from regular ones are provided (e.g., extension courses).
The analysis here is conducted first on the feasibility of university education for good citizens. One way to conduct education of this kind, as stated above, is professional education on public affairs. If a certain professional educational program can successfully develop individuals into good citizens, they will facilitate and lead the policy process; this vital role of facilitator and leader will be highly valued in society. A university offering such an educational program will succeed in attracting much social attention. Conducting university education for good citizens, if it works well, could contribute to university prestige, which is the goal of universities. It follows that universities would be willing to supply this type of citizenship education.
Universities have an incentive to adopt the subsidy strategy. A key to the citizenship education of this type is to attract as many good students as possible; subsidizing good students, as stated above, helps accomplish this. The subsidies also serve a social goal, not only the goals of universities. This strategy allows a larger number of competent individuals to acquire citizenship education at the university level than in the case of no subsidies. University tuition is far from cheap, whether undergraduate or graduate professional programs; there are therefore quite a few individuals that decide to give up on going to university. Subsidies such as scholarships and fellowships help those individuals to attend university. If subsidies provide an opportunity for competent individuals to acquire university education regardless of the amount of income they have, citizen participation is expected to be more meaningful.
The impact of subsidies on citizen participation can be more significant if governments provide universities with financial support for citizenship education. Governmental financial support increases the amount of subsidies universities can give to good students, and then a larger number of competent individuals are able to go to university. Universities are willing, moreover, to spend government subsidies on improving their educational curricula; the universities can produce a larger number of quality graduates through the improved educational curricula, and, consequently, the prestige of the universities will be enhanced.
university education for adequate citizens University education for adequate citizens is essential to citizen participation in that this type of citizenship education helps individuals acquire basic knowledge and philosophical thinking. What is learned is regarded as a minimum requirement for citizen participation. It is desirable that this type of citizenship education be received by as many individuals as possible; one way to provide many individuals with an opportunity for citizenship education is through university extension programs.
However, despite the crucial significance of university education for adequate citizens, just what this type of citizenship education could yield for universities is unclear. Specifically, there are at least two difficulties. First, universities do not necessarily have the incentive to supply this type of citizenship education. Many universities now offer various extension courses to cope with increasing demand. Within society, however, attention is likely to be paid almost exclusively to whether a university has extension courses; the impact of the courses on a student-e.g., the difference in a student's ability before and after participating in the courses-does not necessarily matter when evaluating the university. In this situation, universities are not inclined to arrange systematic and continuing educational programs that aim at developing individuals into adequate citizens because such educational programs would not significantly influence university prestige. Focusing on commercial revenues, effort is likely to be made to increase the number of enrollments; consequently, the educational programs offered would be those that overemphasize student needs even if they are irrelevant to citizen development.
Second, there are many individuals who cannot afford the cost of educational programs, and this problem exists for both adequate citizens and good citizens. The problem can be reduced in the case of university education for good citizens by subsidizing some students. In the case of education for adequate citizens, however, universities have little incentive to adopt the subsidy strategy. This strategy entails a decline in commercial revenues (namely, the amount of money students pay), whereas universities cannot expect an increase in donations that compensate for the negative impact of subsidies on revenues.
One might stress governmental financial support to deal with this problem. It is true that governmental financial support provides more individuals with opportunities to acquire a university education. Again, however, citizen development does not lead easily to an increase in university prestige in the case of education for adequate citizens. Government subsidies are unlikely to be spent on arranging educational curricula for citizen development. 11
Concluding Remarks
Given the growing gap between social needs and government activities, how to improve the policy process has been the critical question for the revival of democracy. To tackle this question, many have been emphasizing citizen participation. The conditions essential to the promotion of citizen participation include citizen development: an individual should develop into a citizen. As one way to help meet this condition, much attention is now being centered on citizenship education, which can be-and has been-conducted in various ways. This article has focused particularly on citizenship education at the university level and has scrutinized its feasibility in terms of the supply side. Specifically, universities are modeled as prestige maximizers from an economic perspective, and then theoretical insight is offered into whether universities can supply citizenship education.
The findings of this article demonstrate, on the one hand, that universities have an incentive to supply education for good citizens, and that subsidies, including governmental financial support, contribute both to an increase in the number of students and to an improvement in educational programs. On the other hand, universities are unenthusiastic about supplying education for adequate citizens; in citizenship education of this kind, commercial revenue takes precedence over citizen development; governmental financial support might allow more individuals to be educated, but is unlikely to be spent almost exclusively on citizenship education programs.
The analysis in this article is preliminary and designed as a starting point for understanding the mechanism of university education for citizen development. Two methods of analysis development are referred to below.
First, this article regards a university as an almost unitary actor; the assumption is that every university is located in the same or similar environment and has the same or similar preferences and goals. It is more reasonable, however, to assume that universities behave differently in their respective environments, and that they have different preferences and goals. Romero and Del Rey (2004) , for instance, distinguish between public schools and private schools. The two types of universities differ in revenue sources and have different goals; they conduct different educational programs, way, however, universalism, systematicness, and continuity would be difficult to take into account. As Sato (2009) points out, moreover, if some faculty members apply for a competitive grant to conduct citizenship education, those faculty members would be overburdened and their ordinary daily activities in their workplaces might be undermined. consequently, in terms of quality of education, standards of admission, and so on. Competitive environments surrounding universities, moreover, vary according to university ranking (Doi 2007; Marginson 2006) : higher-ranking universities are facing intense global competition; intermediate universities are open to fierce national competition; and lower-ranking universities are competing for students, caring about the quantity, rather than quality, of students. Such different competitive environments incline different universities to have different goals and to adopt different admission strategies (Avery and Levin 2010) . By taking into account such heterogeneity of universities, the analysis could reveal a wider variety of ways for universities to deal with citizenship education.
Second, one may point out a gap between the findings of this article and reality. This article demonstrates that universities have an incentive to supply education for good citizens whereas not many universities provide professional programs on public policy. The same gap exists in the case of education for adequate citizens; inconsistent with the analysis results of this article, there are many university extension programs.
One factor responsible for the gap is this article's almost exclusive focus on the supply side of education and on university behavior. If one is to explore the feasibility of university education for citizen development, the demand for education should also be investigated. Given that university education is not compulsory, an individual's preferences and the constraints on their behavior significantly influence how they make a decision on whether or not to acquire citizenship education and what kind of citizenship education is more likely to be chosen (Matsuda 2013b) . Individuals having the incentive to enter a professional school on public affairs, for instance, consist mainly of those who want to change existing policy programs and hence possess different preferences from policymakers; in this situation, even if they finish their educational program, their voices may not be seriously listened to by policymakers, and they would get demotivated to invest in professional programs. Despite the incentive to supply professional programs, universities are prevented from doing so by individuals' preferences and interactions with other actors.
With regard to university extension programs, as previously mentioned, universities tend to stress the increase in commercial revenues and the quantity of students; given that individuals are likely to "consume" university extension programs that directly increase their utility (Fukudome 2006; Suemoto 2004) , universities are inclined toward arranging extension programs on the basis of consumer preference, even those irrelevant to citizenship education. There will be, consequently, few university extension programs that are closely related to citizenship education. 12 Through combining such demand and supply side studies, the research into the feasibility of citizenship education can flourish.
Despite the limitations of the analysis in this article, however, its findings have notable implications for the question of what can help universities to play their expected role in citizenship education. Here this article concludes by briefly suggesting the implications.
The analysis conducted here places emphasis on prestige maximization as the primary goal of universities. Given this description of universities, it follows that the enrichment of citizenship education in universities depends on whether university prestige can be heightened when universities produce quality graduates (namely, "citizens") through citizenship education. For instance, as revealed above, universities have no or little incentive to supply education for adequate citizens as it does not significantly matter for the evaluation of a university whether such citizenship education is successfully conducted or not.
If, nevertheless, one is to see university education for citizen development as essential to citizen participation and to make such education work, then what will be of help? One answer to this question would be that the potential role of universities in citizenship education needs to be widely known in society. In a situation where universities successfully producing citizens are highly rated by society, as entities that maximize prestige, they are given incentives to seriously work on citizenship education and citizen development.
How to make university education for citizen development work, in this sense, goes far beyond the question of the institutional design of universities. In addition to actors who directly take part in university education, every member of society affects how citizenship education would work in universities. The enrichment of citizenship education in universities and eventually the promotion of citizen participation can be seen as a movement every member of society should be actively involved in.
12. For a theoretical, demand side analysis of citizenship education, see Matsuda (2013b) .
